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Abstract

This report details a study which examined differences between

a prescriptive individualized approach to literacy instruction and

a whole language orientation to literacy instruction in ABE settings.

Six ABE classrooms participated in the study with four continuing

traditional literacy instruction and two providing whole language

oriented literacy instruction. The classroom served as the unit

of analysis.

The findings revealed substantive differences between the two

modes of instruction along various dimensions of educational climate.

Interpreted broadly, the findings suggest that whole language oriented

instruction is more andragogical in nature, more supportive of higher

order thinking with print, and a more compelling form of literacy

acquisition for adult learners. Implication for ABE policies and

practices are discussed.
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Title: A Naturalistic Study of the Ecological Differences Between

Whole Language and Traditional Literacy Instructioa in ABE

Settings

Introduction

Numerous reports, articles, books and policy statements cite

the need for more extensive and upgraded adult literacy instruction

to improve adult literacy performance (Chall, Heron & Hilferty, 1987;

Chisman, 1989; Lytle, 1988; McGraw, 1988; Venezky, Kaestle, & Sum,

1987; Working Group on Adult Literacy, 1988). As a result, public

consciousness has become sensitized to the adult literacy issue with

diverse groups responding to the call for adult literacy leering

opportunities, e.g., volunteer groups. Certainly there have been

gains within the last decade in understanding the need for adult

literacy education.

However, there are important aspects of edult literacy education

that must go beyond awareness of the need for instructional

opportunity: adult literacy instructional models, for instance,

still lack adequate description, especially as these naturally occur

in classroom settings. Lacking adequate description, experimental

research efforts to discern critical features of instructional

practices that significantly impact adult learner satisfaction,

literacy achievement and application are seriously hampered.

Literacy instruction in adult basic education (ABE) programs

provides an example. ABE has had a long history of prescriptive

individuali.zed instruction to meet adult learners' needs. Program

philosophy as well as the open enrollment policy of ABE tend to

tj
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support this widely-used approach to literacy instruction. Reports

are peppered with claims to success using individualized skill-based

literacy instructional approaches; however, substantial evidence

of success as a result of this methodology continues to elude

researchers and program evaluators (Boracks, 1986; Sticht, 1989).

In fact, poor retention rates plague most ABE programs. Usually

learner-specific reasons are cited for this, e.g., family, economic

and/or transportation problems. Less frequently considered, however,

is the possibility that the instruction conducted may simply not

be compelling enough to warrant sustained effort and commitment from

learners. For example,

students drop out is

Boracks (1988) reports that one reason adult

that

expectations from teachers

Czikzentmihalyi (1989) also

to literacy are

"they are not learning" and "their

and peers are not met" (p. 72).

suggests that "the chief impediments

not cognitive in nature. It is not that students

cannot learn; it is thst they do not wish to" (p. 115).

Agreeing that instruction may be at the heart of the retention

issue, Kazemek (1989) proposes that more recent literacy teaching

practices which use socially-oriented instructional strategies,

integrated learning experiences, and active learner participation

may be more motivating, thus potentially more influential in effecting

retention. However, because so little attention has focused on how

literacy instruction is actually conducted in ABE programs, the

successful implementation of new models (e.g., whole language) and

their comparison to traditional approaches are difficult to achieve.

5
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If we are to move from "crisis" to "caring" in adult literacy

education, detailed descriptions of adult literacy teaching and

learning as these naturally occur are needed on several methodological

levels. One such level concerns the ecological environment or

"behavior settings" created by different literacy instructional

approaches. Just as content and form interact to convey the overall

message of a written work, instructional approaches and ecological

features interact in ways that influence the meaning of the

instructional experiences (Barker, 1978; Stodolsky, 1984).

Although the ecological environment has long been recognized

as an important consideration in adult learning (Brookfield, 1986;

Knowles, 1984; Tagiuri, 1986), very few studies have researched this

dimension of adult programming and instruction. Darkenwald & Gavin

(1987) examined the influence of social climate on drop out behavior

in a GED setting, DeYoung (1977) the effect of climate on class

success at a university level and Ennis, et.al. (1989) the educational

climate of an elective univerlity level course. Results of these

studies are mixed with sometimes conflicting findings due to the

different populations studied and design variations. For example,

Darkenwald and Gavin, who used an experimental research design in

a GED setting, found that dropouts prefer a less social classroom

climate while Ennis, et.al., using an ethnographic approach in a

university setting, observed that the social system was found to

play an "influential role in the quality of adult learning experiences"

(p. 82).
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No studies were located which explored relationships between

literacy instructional approaches and their corresponding ecological

environments in adult literacy programs, e.g., Adult Basic Education.

In light of more recent literacy studies which suggest that

environment is a powerful influence on literacy behaviors and

orientation (e.g., Heath, 1984), the educational arrangements or

forms created by different literacy instructional practices in adult

literacy programs warrant closer investigation. There are three

reasons for this,

suggested, there

ascertain those

in

is a

that

particular. One, as Nancy Cole (1990) has

great need to re-examine literacy methods to

develop the problem-solving competencies so

neces.rJary for literacy demands in a technological society. Two,

from a theoretical

the interplay of

further understard

and research perspective there is need to explore

setting, participants, and literacy programs to

adult literacy acquisition and development (Ennis,

et.a., 1989). Three, to mainstream adult education, there is need

for a rich descriptive base of different literacy programs from which

to prepare adult literacy teachers and to anchor practice (Kazemek,

1989).

Considerina these needs, a study was undertaken to describe

and interpret the ecological environments created by two different

approaches to literacy instruction in ABE settings: a traditional

individualized approach and a whole language approach. The study

constituted one component of a broader literacy project examining

literacy practices in ABE programs. The two approaches were selected

7
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because of their distinct differences, their credibility based on

research and practice, and their discernible theoretical roots.

It should be mentioned that each was considered an "approach" in

the broadest sense of that term, i.e., a way to conduct activities

or a teaching model.

As an instructional approach, the traditional individualized

approach may be characterized by a) exclusive use of commercially-

prepared workbooks, b) teacher- or workbook-directed individualized

instruction, c) an emphasis on reading over writing, d) a skills

orientation, e) limited use of group work, f) an emphasis on

prescriptive teaching and learning, and g) clear role distinctions

betwefn teacher and student. It derives from a longstanding skills-

based view of literacy acqua.sition and development rooted in the

behaviorist tradition (Goodman, 1989) and is supported by years of

practice, e.g., Laubach Literacy Method, the Mott Basic Skills

Program, and other commercially-prepared materials.

Whole language is somewhat more difficult to define because

it seems to represent more so a perspective than a specific approach,

such as the Language Experience Approach. It has been variously

described as "developing literacy through reading and writing whole

texts" (Weaver, 1988), "a philosophical set of beliefs about learning

and language" (May, 1990), "a set of beliefs about curriculum'

(Newman, 1985), and "reading and writing integrated every day"

(Watson, 1988). In general, it may be described as an approarl

wherein language (oral and written) is used for authentic and
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personally meaningful purposes while learning through active processes

in the social community of the classroom (Goodman, Bridge & Goodman,

1990; Watson, 1989). It may be characterized by a) an emphasis on

reading and writing as processes, b) the integration of reading and

writing in real-life literacy activities, c) small group work,

d) use of student-generated materials as well as those found in daily

life, e) a focus on language functions over its forms, and f) inter-

changeability of teacher-student role (e.g., Cambourne, 1989;

Christie & Noyce, 1989). Due its recency as a set of literacy

practices, it is less used in adult literacy programs.

By exploring the congruence of each instructional approach with

current conceptions of literacy and its efficacy for meeting adult

literacy concerns, background related to the study as well as the

overall literacy project is provided in the following discussion.

Congruence of Each Approach With Literacy Views. Conceptions of

literacy change with the times, are influenced by many factors, and

take different forms for different people. EVO4 SO, it is possible

to discern two prevailing conceptions of literacy in our culture:

literacy as a skill and literacy as a medium. Granted this is a

simplified characterization; however, the purpose here is to explore

how congruent each instructional approach described above may be

with these broad conceptions of literacy, then to consider the

efficacy of each in light of current social needs.

Literacy as Skill (e.g., Chisman, 1989; 1990). From this point of

view, literacy is perceived as a fixed entity, thus it can be
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possessed once and for all. In general, it is thought to consist

of a discrete and predetermined set of subskills which combine to

produce reading and writing. To obtain literacy, one needs to master

these subskills, usually in some predetermined, hierarchical order.

Once attained, the individual is "set for life" as a reader; the

individual has the skills and simply needs to replicate and apply

them across varying contexts. A strong emphasis is placed on

accuracy, since readers and writers are expected to control and use

an arbitrary set of literacy skills. If a learner has problems with

literacy, the assumption is that the individual has not "gotten"

certain subskills accurately, thus more practice is necessary.

An industrial world-view is analagous to this conception of

literacy (Toffler, 1980). Perceived as a skill, literacy is acquired

through the systematic assembly of language parts, much like any

other product. Programmed instruction, individualized lemtrning kits,

prescriptive literacy programs and workbook series reflect this

perspective and serve as training manuals for the individual

acquisition of literacy. In sum, literacy teaching and learning

could be characterized as an "asiiembly line approach".

The traditional prescriptive individualized approach to adult

literacy instruction seems congruent with this conception of literacy.

It facilitates the production of a reader/writer as evidenced by

the individual's mastery of a discrete set of subskills in a short

period of time. On the other hand, the whole language approach does

not seem to align as well with this conception since it does not
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promote the sequential development of discrete subskills. Thus,

it may appear to be less efficient in che production of an individual

skilled at literacy, especially if judged by traditional standards.

Literacy as a Medium (e.g., Rose, 1989; Scholes, 1989; Friere, 1970).

Perhaps somewhat more recent, this conception of literacy focuses

on a more itegrative coherence between know-how and use. In contrast

to the view of literacy-as-skill, it focuses on literacy as a problem-

solving behavior involving the use of personal knowledge to construct

meaning with text. Increased attention is paid to context and how

it influences the connecting of what one already knows to new

information.

From this point of view, acquisition of a predetermined set

of literacy skills will not suffice because literacy demands are

various, uncertain and problematic. Instead, one needs to be able

to use literacy flexibly to 'fit' the literacy demands of the

situation. In other words, the individual needs to control the

processes of literacy because it is these processes which provide

greater generalizability across print-based situations. Abilities

such as knowing how to use personal knowledge, to recognize different

print contexts and conditions, and to activate self-correcting

strategies and self-regulating skills take precedence over those

more focused on discrete and specific print features. A major emphasis

is on the functional use of literacy for personal knowledge

construction.

1
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The whole language orientation to literacy instruction seems

more congruent with this conception than the traditional prescriptive

individualized lrientation. The former encourages negotiations with

text, collaboration with more informed others and interactive problem-

solving while the latter stresses recall of facts, individual practice

of specific skills, and arbitrary standards of achievement. As a

teaching-learning model, whole language, then, could be characterized

as an "apprenticeship approach", one becomes literate through print-

based exchanges with more literate others.

Which conception, then, seems more efficacious for meeting adult

literacy needs within a technological society entering the 21st

century?

Mindful of the complexities of literacy, probably neither alone

and both together. Perhap:.,, as Venezky (1990) has recommended, it

is time to "open to critical examination the various contemporary

meanings offered for literacy and to outline a set of definitions,

established according to the needs of both pedagogy and natioaal

policy." More recently, literacy has been described as "an ability

to use print for personal and social ends" (Venezky, Kaestle & Sum,

1987, p. 5), "a social transaction between people mediated by written

text" (Remick, 1990), "iaterchangeably...a skill, a state, and an

action" (Langer, 1988), "potential empowerment" (Gillette in Tuman,

1987) and "our ability to ieal with discourse that projects a world"

(Tuman, 1987, p. 30).



Ecological Differences in Literacy Instruction 10

Embedded within these modern definitions is a view of literacy

as a higher order skill serving cricial thinking in problem

situations. Perceived in this way, the conception of literacy as

skill is certainly too narrow to meet this expectation. And teaching

adults using an "assembly line approach" may not create the conditions

for learning how to critically think with print.

The literacy as medium conception, however, may be too

sophisticated for the realiticE of adult literacy instruction.

Developing adult literacy using an "apprenticeship approach" tends

to be time-conauming, makes special demands on participant commitment

and on program design and setting. More importantly, it requires

a teacher with much more expertise as an adult literacy educator

(Chall, Heron & Hilferty, 1987).

However, without a fuller and more integrated conception of

literacy teaching and learning, adult literacy research and practice

will continue to lack coherent and authentic frames of reference

to guide investigations and instruction. Consequently, what may

be desired as literacy goals in general by the society and what is

actuelly dnne in tspecific adult literacy instructional settings may

be unwittingly at cross-purposes. If we are to understand the

ramifications of what is done in the name of adult literacy,

additional research is very much needed to examine the nature of

the congruence between instructional approach and larger societal

literacy goals (see also Alamprese in Chisman, 1990).
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In an endeavor to understand relationships between instructional

practices and literacy behaviors, a study was undertaken to describe

two instructional approaches or models as they actually occurred.

The study was embedded in a literacy project conducted under the

auspices of the National Adult Education Discretionary Grant Program

(see appendix A for a description). The overarching intent of the

project was to explore the implementation of whole language teaching

practices in two Adult Basic Education classrooms and to compare

these to more traditional instructional practices in other ABE sites.

More specifically the project aimed to a) describe the ecological

characteristics of two approaches to literacy instruction in an Adult

Basic Education (ABE) program - prescriptive individualized and whole

language, b) explore the nature of whole language as a literacy

instruction aPproach in ABE, and c) develop a whole language staff

development pregram for ABE teachers.

The project was guided by five quescions:

1. What are the ecological characteristics of a traditional approach

to literacy instruction in the ABE setting?

2. What are the ecological characteristics of a whole language

approach to literacy instruction in the ABE setting?

3. What are the ecological differences between these two approaches

to literacy instruction?

4. What are the key characteristics of whole language teaching

in the ABE setting?
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S. What is the scope and seqvence of a whole language staff

development program for ABE teachers?

The findings related to questions one, two, and three constitute

the research study and are discussed in this report. Information

related to questions four and five are contained in separate documents

(Connell & Roskos, 1990; Connell, Roskos & Cadou, 1990).

Method

Setting. The classroom served as the unit of analysis. Six ABE

classrooms across a four county region were selected as sites for

the research project. Average attendance per session was twelve

adults. Average number of hours of attendance per participant was

thirtl-four hours. None of the teachers in these classrooms had

been involved in previous whole language related inservice activities.

All of the teachers were certificated, had substantial general

teaching experience and some experience in ABE instruction.

Two sites were selected by the ABE program director as whole

language classrooms for implementation of whole language-oriented

teaching practices as described in the previous section. Four sites

were selected to continue providing instruction as they had in the

past, an approach similar to that described as traditional in the

previous section. All sites were comparable in physical design,

size of class, average attendance, number of hours of instr.Jction,

and material resources.

Procedures. The project included three phases: an initial two-month

staff development phase, a six-month implementation phase, and a
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four-month follow-through research phase. Only data related to the

second phase of the project are reported here. For purposes of

clarification, a brief description of the staff development component

is provided below. A detailed description of the staff development

program is available in a separate document (Connell & Roskos, :990a).

Follow-through research is still in the data analysis stage (Connell,

Roskos & Cadou, 1990b).

Pre-Implementation Phase (Staff Development). All of the teachers

involved in the project participated in some form of staff development.

Since the teachers responsible for the whole language sites had little

knowledge of this perspective, they were involved in more staff

development than those teachers responsible for the traditional sites.

Prior to actual instruction, the whole language teachers participated

in eight three-hour sessions which examined the bases and teaching

strategies related to whole language. Specific topics included:

understanding the reading and writing process, understanding the

adult learner, using process based strategies of instruction (e.g.,

the DR-TA, QARs, reciprocal teaching), creating a literate environment,

and informal assessment tools and procedures. Both teachers developed

an instructional cycle reflective of whole language principles which

they used consistently in their classrooms. Briefly, it included

the following phases: warm-up (a brief time devoted to shared

reading), engagement (usually prereading amVor prewriting ectivities,

e.g., semantic mapping), guided practice (small group work involving

ti
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processing and returning to text using reading and writing strategies,

e.g., three level guides), and reflection and extension (responding

to the text, e.g., in learning logs or other writing activities).

Teachers in the traditional sites participated in si- three-

hour sessions which deepened concepts related to traditional

approaches. Specific topics Included: individual conferencing,

diagnosing student needs, material selection, recordkeeping, and

instructional alternatives (e.g., using computer-assisted reading

instruction and unique teaching methods). Generally, these teachers

employed instructional routines that facilitated prescriptive

individualized instruction, e.g., provision of self-paced learning

packets for students.

Implementation Phase. One chief interest of this project was to

examine how different literacy instructional approaches may impact the

learning environment based on the premise that educational settings

do influence behavior. This position derives from ecological

psychology which suggests that individuals and environments are inter-

dependent (Barker, 1978; Wright, 1967). As Moos writes:

Educational settings can and do make a difference

in students' lives. This difference can be for

better or worse. Students and [educators] are

correct in assuming that t.eir choices and

policies matter and that the educational settings

they select and create have varied impacts

(1979, p. 273).

BEST COPY AVAILABLE
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From our point of view, the ecological environment created by

different literacy methodologies within the context of ABE programs

has the potential of influencing an individual's stance toward

literacy and shaping one's use of literacy as a medium for.learning.

In this sense, the environment becomes an important dimension of

teaching and learning in adult literacy education. It "coerces"

behaviors just as it is used to realize human intentions and behaviors.

In brief, the environment is not a passive "relatively stable,

reliable ground for action." Rather it is a dynamic and integral

part of the evolving instructional context - influencing behavior

as well as being influenced by behaviors (Barker, 1978; Bateson,

1979).

One main emphasis, then, during the six-month implementation

phase was the systematic observation (Spradley, 1980; Werner

Schoepfle, 1987) of the ecological features of classroom sites, i.e.,

physical arrangements, human components (roles), and activities.

A total of sixty hours of observation were conducted. In the

tradition of ecological psychology (Jacob, 1987), an external observer

conducted the observations and strived to develop a friendly, albeit

nonparticipating role.

Since the ecological environment was the observational focus,

the field notes resembled "behavior setting surveys" in that the

intent was to inventory the environmental setting of each site, to

create a running record of vhe activity structure, and to note inter-

action patterns associated with place-time-thing constellations
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(Barker, 1978; Stodolsky, 1984). For example, the physical arrangement

of each environment was sketched and its contents periodically

inventoried. In addition, the activity narratives included

participant-participant interactions, participant-object interactions,

and participant-location interactions which were subsequently itemized

and tallied. However, unlike "behavior setting surveys" in the

tradition of ecological psychology, certain quantifiable data were

not collected, e.g., number of minutes participants spent in each

instructional location.

Samples of teachers' instructional planning documents were

collected. In addition, copies were made of students' learning logs

in the whole language sites.

Data Analysis and Preliminary Findings. The sixty hours of

observations yielded a total of twenty-four classroom "scenes," twelve

of each approach. These scenes were analyzed using a form of

structural analysis (Werner & Schoepfle, 1987) which resulted in

the designation of three large sectors in the classroom environment:

instructional locations (where instruction took place or behavior

settings), props (material resources used for instruction), and

activities (the teaching plan). Analysis also revealed

differentiations in the participants' roles within each sector:

teacher only, teacher and student jointly, student only.

All the observational data were then re-analyzed by sorting

these into the sectors and inventorying different items and instances

by role. These procedures resulted in the ievelopment of taxonomies
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of the instructional context of the whole language and traditional

ABE sites, as depicted in Figures 1 and 2 respectively.

[insert figures about here]

In addition, participant-participant, participant-object, and

participant-location interactions were analyzed using analytic

induction (Goetz & LeCompte, 1984) to determine patterns of inter-

action. Participant-object and participant-location patterns were

incorporated into the taxonomies.

Analysis of the participant-participant interactions revealed

four patterns of interaction. One pattern was referred to as

Type A and represented what appeared to be four-way interactions

between all the participants: teacher-students, students-students,

participants-text. Another was referred to as Type B, characterized

by talk among students and a text with the teacher as a nonparticipant.

A third pattern, referred to as Type C, reflected the more traditional

question/answer format common in many classroom settings: teacher

directs question or comment to a student and thq student responds;

most interactions are teacher-initiated. The fourth, or Type D,

was the nonverbal interaction between a student and a text, e.g..

a workbook. The fifth pattern represented an interaction which was

not related to the ongoing instruction.

A typology of these types was constructed and is illustrated

in Figure 3. Participant-participant interactions were also analyzed

for freqclncy of distribution by type. These results are summarized

in Tables 1 and 2 below.

[insert figure 3]

[insert tables about here]
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Findings

Each taxonomy illustrated above could be viewed as the underlying

structure of a "cultural scene" (Spradley, 1980), complete with

physical setting, human components, and activities. It depicts the

ecological environment or milieu to which behaviors are attached

and with which they have relationships (Barker & Wright, 1955). By

analyzing the relationships between the structures, certain

characteristics of a culture emerge. For example, how cultural

environments differ in their properties and patterns of behavior

and how they shape individual behavior (Barker, 1978). By treating

the taxonomies as structural models of cultural scenes, it becomes

possible to discern patterns of literacy behaviors and cognitive

orientations toward literacy which may have deeper implications for

adult literacy development and learning (Marshall & Rossman, 1989;

Spradley, 1979).

Taxonomic analysis serves as a useful tool for discovering

relationships between structures or categories within cultural scenes

(Werner & Schoepfle, 1989). Upon examining the parts of a taxonomy

in relation to one another (between-category relationships) and to

the taxonomy as a whole (category-to-taxonomy relationships), a system

of meaning emerges which characterizes the overall culture.

In the following discussion, the taxonomies of the milieu of

the whole language and traditional approaches to literacy instruction

are analyzed using this procedure. The purpose is to ascertain the

impact of the different ecological environments created by the

instructional methodologies on patterns of literacy behavior.

L.1
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Following this analysis, the taxonomies are interpreted, using

categories from Tagiuri's taxonomy of educational climate (Tagiuri,

1986) to determine the overarching patterns which characterize the

ecological environment created by each instructional system. These

patterns, then, are used as a basis for hypothesis generation abcut

relationships between specific literacy approaches or models and

adult literacy behaviors.

The Ecological Nature of the Tiaditional Approach as a Cultural Scene

Overviewing the taxonomy of the traditional classroom, the

supremacy of the teacher within the classroom environment becomes

apparent, since this individual assumes a key role in all the major

sectors. Focused observations in each of three domains of the

taxonomy support this inference and introduce between-category and

category-to-taxonomy relationships.

Instructional Locations. Referring first to instructional locations

within the scene, it is obvious that the teacher had access to the

most spaces, a total of five. In fact, some locations were rarely

frequented by learners, e.g., the file cabinet, the materials' area

in some classrooms, and the blackboard area. The following excerpt

from the field notes highlights the notion of 'spatial privilege'

within the traditional approach.

The teacher has her cart (for materials) and

is pulling materials...One ltudent comes in and

the teacher immediately moves to her and has

materials ready for her. Another student is

sitting, waiting for materials from the teacher.
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Most often, within traditional sites, the teacher or an aide brought

materials to students, unless the teacher had established a system

for including all materials within student folders.

The teacher also demonstrated the most freedom of movement

between inscructional locations. Every on-site visit of the

traditional scenes included observations of participants entering

the scene and remaining virtually in the same place until the end

of the session. Observation #7 provides an example.

A male student has arrived. It is 1:00 P.M.

He receives his folder and sits down at the table.

He immediately starts writing. At 2:30 P.M.

the student is still writing, having completed

what he reports as "thirteen lines" of totxt.

(#T7)

Although the teacher seemed to move about frequently throughout the

instructional spaces, the learne-s tended to remain stationary, only

moving for designated breaks or to return printed materials to a

cart or shelf.

Instructional Props. As for instructional props, observations

indicate that, although teachers and learners shared the majority

of literacy instruction props, the teacher always authcrized inter-

actions with the props. The following field note provides an example.

The teacher gets a workbook for the student that

has math problems for her to do. She gives another

student three more math problems to do in his

workbook.

(#T5)
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The major instructional prop was referred to as the "individual

folder." It represented the main source of written text used by

the teacher and learners. The folder included workbooks, worksheets,

and assignment sheets which the teacher used to monitor individuals'

progress and performance. It should be noted that no actual books

or texts in the general sense were used in these ABE sites. Written

language or text was exclusively in a workbook format.

Across sites, the general routine for individual folder "work"

was as follows:

The teacher pre-selects tasks to be included in the

folder work;

Adult learners 'sign in' and pick up their folder;

Learners sit down (routinely in the same place) and

complete the work;

Learners check their own work, using answer keys;

Teacher answers specific questions related to the

folder work, evaluates learner performance, and

provides more "work" as needed during the session

(usually brought to the student).

The centrality of the individual folder as a literacy instruction

prop is indicated by three sources: the field notes, the frequency

of Type C (two-way instructional exchanges of the question/answer

type) and Type D (instructional exchanges where the student interacts

alone with a workbook or text) interwAions, and the teachers'

planning. Indeed, this prop could be viewed as the primary medium

of literacy exchange in these traditional classrooms.
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Instructional Activities. Observations of instructional activities

revealed that the teacher directed and managed most activities by

telling others what to do and when through verbal directions or

"individual folder work." The field notes are replete with instances

of this. Several examples follow:

The teacher is working with a student, giving

directions about how to do a workbook page (iT1).

The students had taken their files from the teacher

and were working independently (#T4).

They (the students) call P. (the teacher) over for

help on a workbook page (#T4).

L. (the teacher) tells them what they will be doing

next week in their workbooks (0118).

The dominance of the teacher in literacy-related exchanges is

also evident in the interaction patterns that characterize the scene.

For example, Type C interactions (two-way exchanges of the Q/A type)

account for 90Z of all interactions noted during the observation

period.

Between-Category Relationships. By combining and analyzing the

observations within each category, between-category relationships

can be determined. To facilitate this process, Spradley (1979)

suggests the creation of a schematic diagram which highlights patterns

across categories within a scene. This strategy was used to aid

recognition of between-category relationships in the traditional

classrooms. Figure 4 illustrates the between-category patterns which

emerged.

[insert figure 4]
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As the Figure suggests, the activity and location categories

appear subordinated to the instructional props, primarily the

individual learning folder in this scene. The folder determines

what kinds of literacy activities people will do, when, how, and

where they will do them. In short, literacy activities and behaviors

in the scene seemed to be initiated and terminated by the folder.

For example,

7:00 P.M. All the students are still working on

their individual folders. J. (the teacher) works

with a male student individually. She stops

momentarily and goes to another student. She takes

one set of materials from her, goes to the file and

gets a new set to give her. She shows the materials

to her and tells her to keep the materials in her

folder. J. returns to the male student and points

to something in the folder. She then tells a female

student to bring her math (from her folder) "over"

(to the teacher's desk) and she will check it.

7:30 P.M. All students are still working on their

own individual folders. (#Tl0)

Thus, in the traditional sites, activities and locations appeared

reliant on one instructional prop which, in turn, was managed by

the teacher. Somewhat like the Wizard of Oz, the teacher controlled

the scene from behind the "individual folder work," deciding the

reading and writing others will do, how, when and where. The teacher's
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decisions as to what individuals would do were usually based on skill-

based pre-tests which accompanied the various workbooks commonly

used in the sites. Rarely, if ever, did direct instruction occur

without the folder serving as the springboard or basis for instruction.

Indeed, the individual learning folder was so efficient and powerful

that literacy 'education' could occur without the actual physical

presence of the teacher within the scene. It was not uncommon for

teachers in these sites to be late or to leave the room while students

quietly followed the prescribed regimens of their individual folders.

Based on these patterns, the predominant between-category

relationship that emerged was one of dependence. Learners depended

on the teacher and both depended on the instructional prop to guide

literacy behavior. In short, literacy activity was subordinated

to object, namely the folder. What seemed to matter was not so much

the learners' unique literacy needs nor even the teacher's

instructional expertise, but rather completion of the prescribed

agenda of the individual folders. As a result, the literacy behaviors

and interactions in this community were text-driven and text-dependent.

It is of interest to note that even dugh the instruction appeared

to be individualized, it was, in fact not, in the educational sense

of the word. The participants worked alone, as individuals, but

they did not engage in individualized literacy learning activities.

For example, no sustained literacy activities, using other than work-

books as texts, were observed which focused on the actual employment
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concerns .'11 needs f the participants nor any which involved their

unique personal issues, i.e., health or child care.

Category-to-Taxonomy Relationship. The between-category relationship

of dependence shapes the larger category-to-taxonomy relationship.

It may be characterized as hierarchical. At the top is "text" (in

the form of the folder work) which the teacher manages. The learners

are the workers. The teacher directs their literacy activities in

the form of prescriptive "individual folder work" which accomplishes

pre-determined goals; these may or may not be relevant to the

participants. Each learner "does work" independently at his or her

place. The work is monitored and evaluated quantitatively by the

teacher as manager. The following exampl'.; portrays this sense of

hierarchy in the classroom environment as created by the traditional

approach.

A student has been sitting at the table. He has

been working for about forty-five minutes on materials

in his folder. He comes up to the teacher and says,

"Tell me how bad I'm doing." He is referring to

a twenty-seven item pre-test on punctuation and

grammar which he has just completed. The teacher

uses an answer key and checks the items. She indicates

the score and the student listens. He then returns

to his place at the table to do work in the English

workbook. Meanwhile others are working individually

in workbooks at their seats at the table. Some
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students enter from another room and the teacher

says, "Sh-h-h-h...I have people working, here."

It is very quiet as everyone resumes doing his or

her paperwork in the folders (#T8).

The category-to-taxonomy relationship appears also to be a

restrictive one for both teacher and learners, but particularly for

the learners. This was apparent in the limited physical range of

instructional locations and lack of diversity in props and activities.

In combination these two relationships created the conditions

of a routine sameness which involved minimal personal contact and

expression. As a result, the literacy community which emerged did

not include particularly diverse, complex or functional literacy

events. Rather, events tended to be repetitive, similar to one

another and .predictable. To summarize, Figure 5 depicts the

hierarchical and restrictive category-to-taxonomy relationships that

characterized the ecological environment of the traditional approach.

[insert figure 5]

As the Figure illustrates, literacy instruction in this

environment seemed imposed on the participants. They became dependent

on an inszructional prop, the individual learning folder, which

supported passive and skill-specific literacy behaviors. Literacy

activity was restricted, confined to pre-selected workbooks and work-

sheets. Finding the right answer was emphasized and mastery of

discrete skills signified learning. As developed and practiced in

this community, then, the value of literacy was to complete folder
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work and to pass tests (e.g., the GED) - a particularly narrow view

of literacy, rendering it almost nontransferable to other contexts

of use.

The Ecological Nature of the Whole Language Approach

As a Cultural Scene

In contrast to the taxonomy of the traditional orientation,

the taxonomy of the whole language classrooms readily appears more

varied and complex.

Instructional Locations. First, a variety of instructional lorations

were available to both teacher and learners. This is apparent in

the total number of different learning sites indicated in the overall

domain (a total of twelve).

Another striking characteristic of the whole language classroom

was the grester freedom of movement among the participants. For

example, the learners would frequently change seating positions to

engage in group -work or they would "get up" during instruction and

move about as a part of instructional activities. In general, teacher

and learners would freely move about, creating a variety of traffic

patterns, e.g., to the map, between the tables, to the bulletin board,

to the resources table.

Instructional Props. The whole language classrooms also included

a wide range of literacy instruction props, e.g., different text

formats (brochures, news articles, graphs) and multimedia (overhead,

maps, VCR). Many of these props were handled jointly by the teacher

and the learners, sometimes initiated by the teacher and other times
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by the learners. Few of the actual learning props were exclusive

to the teacher. Those props not shared with the learners tended

to be of an instructional planning nature, e.g., a notebook for

organizing the day's plans. An example is provided in Figure 6 below.

[insert figure 6 here]

Many of the literacy instruction props were selected by the

participants as a part of their learning activities, including printed

materials that "flow through" daily life, e.g., newspapers, TV guides,

coupons, advertisements, announcements, pamphlets, etc. For example,

over a series of sessions, the participants had decided to study

heart disease. They brought in brochures, pamphlets, and articles

related to this topic. The teacher also provided ABE resources,

such as selections from workbooks and GED related text excerpts.

Decisions about topics of study tended to be collaboratively

made by the teachers and the students, especially as the whole

language approach became more familiar to the participants. Learner-

specific goals, such as GED preparation, were embedded within the

exploration of these broader topics. Responsibility for materials

resources related to the topic seemed to become a joint venture with

participants and the teacher contributing. As a result, the literacy

instruction props in this environment were diverse and more connected

to the participants and their real life activities. In addition,

the resources were generally accessible to all.

Instructional Activities. The literacy activities in the whole

language scene seemed more interactive and participatory. This was
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indicated, in particular, by the kinds of activities in the teacher/

learner and learner domains: conferencing, brainstorming, questioning

text, working in pairs. Activities such as these require active

learner involvement and social participation. The interaction patterns

corroborated the participatory nature of the whole language classroom.

Type A interactions (four-way with teacher and text as participants)

Iredominated, accounting for approximately 55% of the total inter-

actions observed. Furthermore, as the group worked together, the

literacy activities increasingly revolved around themes which were

jointly selected by the participants as important areas of learning,

e.g., nutrition, inexpensive family vacations, and earth ecology.

Of special note are the teacher's activities: facilitating

discussion, thinking aloud, demonstrating planning. These are

behaviors aSsociated with modeling problem-solving and . itical

thinking with print. Not only was the teacher modeling these

behaviors, but she also encouraged participants to demonstrate these

behaviors, as the following examples indicate:

The T says to the group, "I'll bet you remember more

of the story when you predict rather than just reading

it all the way through" (#W1.3).

The T gives directions on questioning as part of the

reading process. She reminds them to ask themselves:

What do I think? How do I know? What's going to

happen next? (#WL2)
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The T says to a student, "How did you go about deciding

on that answer? Tell us about your thinking" (#WL4).

The T demonstrates to the students how to find the

meaning of a word by looking for other words (#WL4).

Of particular interest, too, was the way in which text was

viewed - almost as another participant: it was read, discussed,

responded to and questioned. The following excerpt from a discussion

highlights this quality of instructional activity in the whole

language classrooms.

[The students have read an article on nutrition and

conferenced with one another about the content. In

the following, they are now engaged in a general

discussion of the content and the nature of the text.

This was a common cycle in the whole language orientation:

read, conference, discuss, analyze, write.]

T: So, what you're saying then is poor nutrition gives

you low resistance to colds and things. That's

kind of important because our weather's been

fluctuating up and down this winter, OK. Now I

also put a little question after that paragraph,

'Would you rewrite the first sentence?'

S: (female) We [their group] say 'Yes.'

T: OK...why?

S: (another female) Because the first sentence it

tells you there's two ways to lessen a heart attack.



Ecological Differences in Literacy Instruction 31

What we want to know, in the first sentence, what

they are. We don't wanna read half way through

the paragraph to find out what the two ways of havin'

a heart attack. We feel that it should say it in

the first sentence. Like, ah, 'two ways to lessen

a heart attack would be dieting and exercise.'

Between-Category Relationships. Based .n these observations, two

between-category relationships emerged and are displayed in Figure 7.

[insert figure 7 about here]

As the figure implies, teacher and learners engaged in literacy

activities which were facilitated by learning props and locations.

For example, they mly have brainstormed on a topic (the activity)

at the blackboard or overhead (the location) which was further

explored and elaborated through text (the prop). Consequently, the

emerging relationship between categories of location, props and

activities seemed to be a supportive one. The emphasis was on

activity which was enhanced by props and places. Locations, props

and activities were pressed into service for the realization of

participants' intents and goals. Printed texts became one medium,

among others, for instruction, i.e., discussion and personal writing.

A functional relationship between categories also emerged.

In these classrooms "things" were subordinate to the participants;

instructional activities and props were used by the teacher and

learners to gain information about issues relevant to the participants.

The excerpt on nutrition cited above provides one example. The overall
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instructional purpose was not written language, per se. That is,

the intent of the discussion was not to find the main ideas of

discrete paragraphs nor to correct.4 answer the questions at the

end of the selection. Rather, it was to understand how one's diet

affects one's health. Consequently, written language served to inform

a larger, more relevant issue of genuine concern to the participants.

Category-to-Taxonomy Relationships. In combination, the between-

category relationships undergird a larger category-to-taxonomy

relationship of collaboration. The schematic in Figure 8 depicts

this relationship. Although instructional schemes originated with

the teacher, these were shaped and honed by the learners who freely

expressed their ideas, concerns and needs related to their own

learning, e.g.,

"Eating habits on health rating and hereditary

characteristics were most revealing to the class

and invited further discovery. They want to study

genes and food groups now!" (teacher log)

"Today I learned about nutrition. I learned about

how important dieting and eating proper foods can

be, especially as you get older...I learned how

to get someone tr, notice the importance of eating

proper food, which can be done by diagrams,

comparison films, also read the ingredients..."

(student log)

rtj
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The actual literacy instruction was also shared, as indicated

by the range and number of joint teacher-learner activities in the

taxonomy. As the whole language program developed within the sites,

the instructional goals were increasingly directed toward some common

purpose relative to the participants' needs, e.g., facts related

to cholesterol or planning and budgeting a vacation.

As these relatioaships intersected within this community,

conditions were created wherein literacy events became "occasions

in which written language is integral to the nature of the

participants interactions and their interpretive processes and

strategies" (Heath, 1982, p. 50). In short, literacy "worked" for

people, not the other way around.

In general, literacy instruction in the whole language classrooms

tended to be meaningful to the participants, i.e., geared toward

their expressed concerns and needs. The activities seemed to be

interesting and engaging to the participants, as exemplified in the

following comments:

"I learned more on positives and negatives of division

and I hope to learn more on graphs and maps in

geography and history" (student log).

"It's not only interesting (the content), it's been

growth (personal) and it's been fun" (student log).

"I really enjoy this class...it taught me to read

with understanding" (student log).

I
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"I like (fellow student). He has a way with words

that you would not expect. I read a paper he wrote

and it had a lot of depth" (student log).

"Had a very interesting evening. We read. Following

the reading there was a session with Jim (a teacher).

The questions he asked brought about some serious

thinking. It helped me remember a few things I didn't

realize I had read...had a lot of fun, as usual"

(student log).

A Comparison and Interpretation of the Taxonomies

As the taxonomic analysis indicates, the two literacy instruction

approaches created very different ecological environments and cultural

scenes. At this point, it would be helpful to examine each of these

in light of adult learning principles (Brookfield, 1986) and adult

basic education literacy goals (AAACE, 1990).

For purposes of discussion, Tagiuri's (1986) taxonomy of

educational climate will be used as a guide, for two reasons:

1) it includes indicators o' educational climate that closely align

with Knowles' elements of the andragogical process (Ennis, et.al.,

1989), namely factors surrounding climate setting and learner

involvement, as well as important ecological factors; and 2) it

provides a framework for in* rpreting the compatibility of the

climates created within different adult literacy instructional

programs with overall literacy goals.
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Educational climate has long been viewed as instrumental in

the quality of learning experiences. It encompasses a range of

instructional, social and cultural variables, i.e., instructional

technique, teacher/learner role perceptions and beliefs, and design

of the physical environment (Anderson, 1982). Its counterpart from

an ecological psychology perspective would be the "behavior setting"

defined as: "the standing behavior pattern together with the context

of this behavior, including the part of the milieu to which the

behavior is attached and with which it has a synomorphic relationship"

(Barker, 1978, p. 34). In brief, the behavior setting encompasses

all the objective aspects of the environment, e.g., the physical

properties of the setting, the human components (their roles), and

the activities or program. Also referred to as the "ecological

environment," or "milieu," the behavior setting is the equivalent

of educational climate. Of particular interest in this study is

the instructional variable within the educational climate and how

it may influence the literacy learning experienced within an

educational context - context, here, referring to both the

individual's perception of the environment and the ecological

environment or climate.

Tagiuri's taxonomy includes four interacting categories: ecology

(physical design), milieu (teacher/student characteristics and morale),

social system (patterned relationships between participants), and

culture (values, beliefs, and meanings held fn common by participants).

In combination these factors intersect to create meaning for
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participants within a culture. In the following, taxonomic

similarities and differences between the traditional and whole

language approaches are examined along these categories. The

comparison is then followed by hypotheses which may serve for future

research.

ECOLOGY. According to Tagiuri, classroom arrangemeat and decor

constitute the ecology of an educational setting, reflecting a

narrower concept of ecology than that proposed in ecological

psychology. Diagrams of the sites reflective of each literacy

instruction approach are provided in Figure 9.

[insert figure 9 about here]

Obviously there were few differences in the basic ecological

characteristics of the classroom settings within the two approaches.

All included tables, chairs, adequate space, and some instructional

tools, e.g., a blackboard or computer. In general, the settings

were sparse but comfortable.

However, those differences that did exist were notable. Since

the whole language teachers had been encouraged during the staff

development period to develop literacy rich environments within their

respective sites, their classrooms included many more displays of

print, both commercially produced and student-generated. These were

in the form of learning logs, student writing posted on walls,

magazines on "resource tables", and message boards for both teacher

and learners. In addition, the whole language classrooms had spaces

which could be likened to "learning centers" - corner areas with
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pamphlets, brochures, coupons, student writing which participants

could peruse at will. Also, audio-visual aids were more frequently

present and used, e.g., pictures, maps, overheads, VCRs.

By comparison, then, whole language classrooms tended to be

more multimodal learning resources than traditional classrooms,

including a wider range of print and other media accessible to

participais on a regular basis. A pattern that emerged and

characterized differences between the two literacy approaches was

one of diversity and accessibility. The more diverse and accesible

literacy learning materials were to teachers and learners, the more

the educaticlal setting was likely to be whole language in orientation

to literacy instruction.

Considering the emerging 'literacies' in the modern world, such

as visual and computer literacy, opportunities to use and manipulate

literacy in other than book formats becomes increasingly important

for adult learners, indicating a distinct advantage of the whole

language approach over the traditional in terms of basic classroom

ecology.

Multimodal classrooms, however, are relatively rare in ABE

programming. One reason may be the tendency to locate programs in

nontraditional settings, thus limiting access to technological

resources. Another may be the tendency for ABE teachers, for a

variety of reasons, not to use multimedia resources in their teaching

of adults. Nevertheless, if the goal is to develop literacy skills

to compete in a "global economy" in ways that respect adult learning
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principles, then the multimodal nature of the whole language classroom

seems more likely to facilitate that than the more traditional ABE

classroom.

MILIEU. Milieu involves the degree of mutual respect, collaboration,

support, authenticity and pleasure between partica;ts in a setting.

Together these contribute to morale in a context or situation. The

activities domain of the taxonomies and the patterns of interaction

prov ide clues to the morale in each instructional environment and

point toward substantial differences between the whole language and

traditional classrooms.

The milieu of the traditional orientation could be characterized

as authoritarian, directive, and extrinsic to the participants.

The nature of the teacher-with-learner activities and the predominance

of Type C interactions (instructional exchanges initiated and

controlled by the teacher) provide evidence of these tendencies.

This is not to say that the participants did not pleasurably interact

within the setting. They, indeed, did; however, such interactions

tended not to be learning-related. Support, pleasure, and

collaboration among the participants in the form of joking, teasing,

and social colversation were common, but occurred outside of the

learning activities during "breaks" or transition times between

learning events. In fact, such "banter" so dominated the setting,

at times, that little literacy instruction actually occurred. The

frequency of off-topic exchanges (Type E) in the individualized

setting (27%) corroborates this observation.
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In contrast, the milieu of the whole language orientation could

be perceived as democratic, interactive, and intrinsic to the

participants. Since the staff development program for the whole

language teachers stressed interactive teaching strategies, functional

uses of literacy, cooperative learning, and reciprocal teaching,

this should be no surprise. The content as well as the collaborative

nature of the activities that the teacher and learners engaged in,

e.g., semantic mapping and conferencing, encouraged democratic

conditions. The inte-action patterns, in fact, reflected a greater

frequency of instructional conversations as opposed to instructional

directives. The milieu created in the whole language classrooms

appeared to focus participants' humor, teasing, chatter and exchanges

on learning-related matters, thus enhancing the pleasure of the

learning activities, per se. As a result, the participants seemed

to find the learning events enjoyable and personally rewarding.

Thus, there appeared to be important diderences between the

two instru;tional orientations. In fact, they could be viewed as

polar opposites along three dimensions reflective of milieu:

authoritarian-to-democratic, directive-to-interactive, and pedagogical-

to-andragogical. As the instructional milieu became more democratic,

interactive and andragogical, the more it tended to incorporate whole

language practices into the literacy instruction. A correlate to

this pattern also emerged. As participant talk shifted from social

topics external ro the learning events to exchanges relevant to the

learning events, the more the setting reflected whole language as
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presented in the staff development program. Whole language literacy

instruction seemed to elicit more participant dialogue about learning-

related matters.

One implication of these differences in ecology and milieu is

that whole language teaching may be a much more compelling form of

literacy instruction for adults over the long term. In other words,

conditions seem to be created wherein social needs are met inside

of learning events, not external to them, resulting in more sustained

learner involvement and effort. Adult learners appear to be provided

many more educative opportunities wherein they "take charge," thus

creating a sense of ownership about their own literacy learning

endeavors. In sum, they are afforded learning occasions "to use

literacy for personal and social ends" (Venezky, Kaestle & Sum, 1987).

As a broad instructional approach, whole language seems to

provide a more likely milieu for attaining this often-expressed

literacy goal. However, it needs to be pointed out that in this

project much staff development had been conducted to deepen the

teachers' expertise and skill in literacy teaching and climate-setting

to support their implementation of whole language in ABE classrooms.

This presents a challenge to many ABE program directors and their

teachers. The kind of commitment nceded and the funds are substantial,

calling for long-range planning and prioritizing-activities some

ABE programs simply cannot realistically undertake because of the

part-time nature of ABE personnel as well as staff turnover.

4 3
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SOCIAL SYSTEM. The relationships that exist between participants in a

setting reveal the social system that binds the participants together

and influences the meaning-making process operating between them.

Any social system may facilitate or hinder individual goals.

Using the relationships determined through the taxonomic

analysis, it is possible to describe the social systems within the

settings created by two instructional approaches. Their differences

can then be observed and the implications for adult literacy

instruction explored.

In the classrooms employing a traditional approach, the

predominating relationship was a hierarchical one between text

(embodied in the individual learning folder), teacher, and learners,

with text pre-eminent. The superiority af the individual learning

folder promoted a restrictive relationship between the participants

and their instructional activities, resources and locations. The

social system which developed in this setting could be characterized

as "bureaucratic." Participant decisions, needs, and aims were

subordinated to the predetermined instructional (and educational)

agendas and routines of commercial workbooks. To function in the

system, participants needed to do what they were told and to "get

it right."

In contrast, the overriding relationship in the whole language

approach tended to be a more collaborative one between text(s)

(written language in various formats), teacher, and learners. The

supportive relationship between participants and the functional one

4 4
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between participants and materials fostered collaborative ties.

As these relationships interacted, an "egalitarian" social system

developed within the setting, wherein participants and text cooperated

in the construction of meaning, using reading and writing as tools

to do so. The emphasis was not on the "work," per se, but rather

on meaningful participation in work for the purposes of understanding

and applying information.

Thus, two distinctly different soctal systems seemed to be

created by these instructional approaches. The general pattern

differentiating the two approaches seems to be one of participant

involvement. As the participants became more genuinely involved

in jointly planning and executing instructional activities, the more

the literacy instruction reflected a whole language perspective.

For example, at the onset of the whole language program in the two

ABE classrooms, the teachers' planning reflected more teacher control

and decision-making (e.g., the teacher selected topics, articles

and writing topics). However, toward the middle and end of the

program year, the participants appeared to have increasitg input

into the literacy instructional agenda (e.g., they requested

information on "traditions," then on "geneologies" and finally about

"heredity and genetics").

On the other hand, the instructional agenda in the traditional

approach appeared to undergo little change, with control remaining

in the hands of the teachers as evidenced in their planning and the

consistency of the instructional format (one-on-one teaLhing using

the individual learning folder) over the research period.

-
;)



Ecological Differences in Literacy Instruction 43

The implications of the "bureaucratic" and "egalitarian" social

systems for adult literacy acquisition and development are numerous

and complex. However, perhaps central to many of these implications

is the notion of "empowerment." Numerous definitions of literacy

and many program philosophies include the idea that those who learn

how to read and write will be more in control of their own lives,

both in the individual and civic sense (e.g., Kozol, 1985; Friere,

1970; Resnick, 1989; Gee, 1989). If empowerment is central to

literacy efforts, programs and campaigns, then an important curricular

question does surface: How do different instructional orientations

influence the learner's sense of empowerment with print?

From an ecological point of view, if the instructional context

(physical properties, human roles and activities) does influence

individual behavior (R. G. Barker, 1978; Stodolsky, 1984), the

social system created within a classroom becomes an influential factor

for purposes of empowerment. In short, the literacy instructional

approach selected can make a difference in one's literacy behavior.

Indeed, this is at the heart of Kazemek's (1988) argument that the

nature of adult literacy education needs to be "transformed" from

one-on-one teaching to "collaborative learning" among small groups

of adults. He suggests that if adults are to become "users" of

literacy in the proactive sense, then instructional methods and

materials must be reconsidered: "We must learn how to go beyond

the controlled texts and tightly sequenced skills approaches...(to]

opportunities for the adult student. and teacher to engage in
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collaborative explorations of the whole adult's perception of the

functions and uses of literacy..." (p. 482). Kazemek's point raises

the possibility that if there is too great of a mismatch between

actual adult literacy instructional practices and the literacy

behaviors desired by the larger society, then adult literacy education

may be virtually at odds with itself. Presently, this may be the

case where traditional approaches are overrelied on to develop

If empowered" adult readers and writers as newly envisioned by society.

Recently, Cole (1990) has proposed that general achievement

can be conceived as "basic skills and facts" or "higher order

thinking." She suggests that these fundamental conceptions of

educational achievement and how learners reach these desired states

need to be woven together to create new teaching and learning

possibilities for meeting current and fut- -e educational needs.

Something of this nature may be very needed in adult literacy

education programs: an integration between the larger social aims

of literacy programs with the instructional means selected to effect

those aims. As Kazemek (1988) observes, "We need to learn from the

best of our research, theory and practice" to realize our visions

of adult literacy (p. 484).

CULTURE. Tagiuri describes culture as those values and beliefs held

commonly by participants in a particular situation which serve to

create meaning for them in that situation. Similarily, Spradley (1979)

refers to culture as "the acquired knowledge that people use to

interpret experience." However, he goes on to say that culture
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generates" social behavior, implying that it is not only a set of

beliefs and values that constitute our "normal, everyday view of

the world," but also our "normal, everyday ways of behaving" (Heller

in Ferdman, 1990, p. 185).

Cultural views and behaviors are embedded in the patterns and

relationships that shape the participants' activities and interactions,

their shared experiences: commonly-held values and beliefs are

revealed in how the participants describe and conduct their affairs.

Literacy is an outcome of this social interaction and organization;

it involves the "manipulating of symbols that codify and represent

the values, beliefs, and norms of the culture...in a culturally-

appropriate manner" (Ferdman, 1990, p. 187). Necessarily, then,

its definition and consequences are in flux because the culture itself

is ever-changing and evolving.

In the narrower context of the classroom, the cultural framing

of literacy becomes more explicit as the instructional approach shapes

the interplay of factors in the ecological environment (physical

properties, human roles, and activities). In brief, a teaching-

learning culture is created - the product of instructional

interactions (across the categories of locations, props and

activities) and organization (physical properties and roles). The

process of becoming and being literate becomes identified with a

particular instructional culture which may be more or less congruent

with or responsive to the aims of the larger social culture.
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In the following, the cultures created by the traditional and

whole language approaches are described. These are necessarily only

cultural sketches, since the overall design el the study did not

include in-depth participant interviews which may reflect the

participants' perceptions of their "social reality" within the

literacy culture created in the classroom.

The Culture of the Traditional Approach. As the taxonomic analysis

demonstrates, a high value was placed on materials and their routine

use in the traditional classroom. Effort was directed toward creating,

using, and maintaining "individual folders" which guided the literacy

interactions of the teachers and students. Having the correct answer

and passing tests were valued as marks of learning. A major literacy

event tended to be the "passing" of the GED - a kind of culminating

literacy event - which many participants did achieve. Memorization

and accuracy were viewed as important literacy behaviors as

demonstrated in attempts to "remember the facts" and to "get things

right." Real lite literacy uses related to daily life tended to

be downplayed since energies were focused on "passing the GED" -

an educational terminal point. In general, print was perceived as

the final authority, superceding the teacher, peers, and personal

experience.

Several precepts emerged from data analysis which seemed to

characterize culturally-appropriate literacy behaviors in the ABE

traditional classrooms within this study. The precepts are listed

below with brief descriptions of supportive sources found in the

observational data.
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#1. Texts teach adults, not teachers as indicated by the centrality

of the individual folder in literacy interactions.

#2. Texts, then teachers, know best. Again, the high degree of

importance placed on the individual folder and its 'contents

in literacy instruction suggested that the printed word was

considered the supreme and final authority.

#3. To really learn, you need to be quiet and alone; this was

consistently demonstrated in the organization of classroom

life - sitting quietly at tables "doing work."

#4. Real learning is hard and not typically related to what you

already know as revealed by participants' comments related to

their individual folder work, e.g., "I know I'm doin' good (at

learning) 'cause this stuff is real hard (fractions) and I don't

know nothin' about it."

#5. What you already know is not very important in reading and

writing. This notion is closely related to that above and was

often hinted at in comments related to one's own learning

capability, e.g., "I ain't very smart" or "I can't understand

those big words."

#6. Knowing many basic skills and discrete facts are marks of

achievement as repeatedly demonstrated in concerns for accuracy

in workbook exercises and ability to "pass tests (either in

the workbooks or GED practice tests).

#7. Accuracy in reading and writing is very important as indicated

by concerns for "being right when doing workbook pages and
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an emphasis on skills acquisition in reading and writing, e.g.,

"marking off" checklists of skills or recording the per cent

of those correct on skills worksheets.

As precepts, these provided a guide for literacy behaviors within

the traditional classroom, tending to produce a culture wherein

literacy was clearcut and straightforward, consisting of a precise,

universally defined set of skills as represented in the folder work.

Here, one became literate by acquiring the requisite skills and once

attained was considered literate across a wide variety of print-based

situations from reading novels to workplace literacy activities.

This literacy culture could be referred to as technical-rational

because it embraced a standardized, centralized (via the individual

folder) and skill-specific approach to literacy teaching and learning

(Toffler, 1980, chapter 4). Essentially, literacy education was

interpreted as the "assembling" of a reader and a writer by means

of the systematic accumulation of bits and pieces of language in

an efficient manner. Various workbooks provided the parts of language

which were parcelled out in the form of worksheet exercises for

students to fit together into literacy. The "individual learning

folder" embodied the literacy values and beliefs of this culture.

The Culture of the Whole Language Approach. In the whole language

classrooms, activity seemed to take precedence over print, per se.

For example wIch emphasis was placed on discussion in the form of

brainstorming or small group work wherein participants expressed

their learning purposes and viewpoints. Workbooks and texts as sources
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of information were used to achieve the larger purposes determined

by the participants. Conversation aed diversity in printed resources

were encouraged. Complex literacy interactions (Types 1 and 2)

frequently occurred and questioning by the participants (of print

and each other) was viewed as an important thing to do. Instructional

planning appeared to become increasingly shared between teacher and

learners, involving real-life print resources. For example, toward

the end of the research period, the students had suggested that

learning time be devoted to a study of tha solar system, because

they wanted to know more about that aspect of science. In short,

there was a strong emphasis -,ft collaboration between participants

for some common purpose and a de-emphasis on centralization ,,nd

control.

Although the GED was still perceived as an important mark of

achievement, it became increasingly viewed as one product of learning,

not the embodiment of learning. For instance, the participants

expressed less need to "study for the GED" as the program progressed.

Instead requests to pursue topics of mutual interest tended to

increase as evidenced by the teachers' planning notes, the

solar system topic mentioned above. In addition, student comments

like, "This'll probably be on the GED (information about navigating

by the stars) it's pretty important" indicated a growing sense

that information relevant to the GED could be attained in ways other

than studying "the CED book." Thus, literacy in the whole language

classrooms seemed to go beyond surface transactions with text toward

a more active manipulation of text - a genuine "thinking with print."
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Precepts guiding literacy behaviors in the whole language

classroom as indicated by the observational data are summarized below:

#1. There are many ways to learn as indicated by the multimodal

nature of the whole language classroom. A wide variety of

learning tools used, including texts, workbooks, environmental

print, A-V equipment, pictures, a globe, maps, etc.

#2. What a person already knows is important in new learning as

modelled and practiced consistently through the use of strategies

which relied on expressions of background knowledge.

#3. Talk is an important part of literacy learning as demonstrated

in the consistent use of discussion and small group work

(see Table 2), even when the teacher was not present as a

facilitator.

#4. Teacher and print facilitate learning, but do not determine

it as evidenced in the students' oral comments and their learning

log entries.

#5. Questions are as important answers as indicated by the frequency

of Type A (transactional instructional exchanges) and Type B

(transactional exchanges without the teacher present) inter-

actions.

#6. Literacy serves a real purpose; it is functional as indicated

by the increasing collaboration between teacher and students

in curriculum topic selection and implementation.

The meaning network undergirding this culture was largely a

pragmatic one. The central focus was on achieving common goals for

3
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which literacy was pressed into service. The nature of literacy

instruction in this culture could be likened to what Schlin (1987)

refers to as "reflection-in-action":

"freedom to learn by doing in a setting relatively

low in risk, with access to coaches (teacher

and peers) who initiate students into the

"traditions of the calling" and help them, by

"the right kind of telling," to see on their

own behalf and in their own way what they need

most to see." (p. 17).

Apprenticeship characterizes this approach to literacy education.

It differs from the assembly approach in that it stresses learning

by doing, demonstrations by more informed others, dialogue, authentic

practice, and knowing-in-action. It is symbolized by small group

activity wherein literacy learning is social and transactive in

nature.

Clearly different cultures emerge from these instructional

orientations. What habits of mind about literacy might these

different cultures encourage?

For example, becoming literate within the individualized culture

seems to involve close attention to language features, adherence

to a prescribed sequence of learning, a striving for accuracy, an

emphasis on school-based literacy functions and privacy while

learning. A major cognitive strategy deriving from this culture

could be described as linear, e.g., procedural, repetitive, situation-

specific, and efficient.
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In contrast, becoming literate within the whole language culture

tends to be a socially-based transaction mdiated by text (Resnick,

1989). The emphasis is on language functions, relevance to the

learner, a search for meaning, real life literacy applications, and

active involvement with print. One cognitive strategy that may be

developed in this culture is that of problem-solving, e.g.,

consciously bringing past experience to bear on new print situations,

questioning text, constructing texts, and interpreting authors'

meanings.

Perhaps, to meet the literacy demands of a technological age,

it is not that one of these strategies should be chosen to the

exclusion of the other. But rather that the problem-solving cognitive

strategy become more explicit in written language instruction. An

observation from Kirsch's and Jungeblut's (1986) report seems

appropriate here. They write: "Young adults (today) are able to use

printed information to accomplish =sly tasks that are either routine

or uncomplicated; however, this will not suffice for full

participation in an information intensive society. The literacy

skills of logic, inference and synthesis...are imperative for an

autonomous, effective adult life." Although workbooks are available

that purportedly teach this kind of functioning with print, these

will not suffice either. For readers and writers to imcome competent

in problem solving with text information, they need to regularly

witness and actively engage in learning activities that foster such

literate behaviors. Consequently, careful consideration must be



Ecological Differences in Literacy Instruction 53

given to the teaching-learning cultures created by literacy

instructional approaches implemented in ABE programs so that literacy

is developed as a habit of mind and not a mindless habit.

To provide a brief overview of the comparative analysis of the

ecological structures of the two literacy instructional approaches

along the dimensions of Tagiuri's taxonomy of educational climate,

key ideas are illustrated in Figure 10.

[insert figure 10 about here]

Emerging Hypotheses and Recommendations

Based on the descriptions and exploratory analyses of the

,,cological characteristics of the traditional and the whole language

approaches to adult literacy instruction, three hypotheses emerge

which may be used to guide further research.

Hypothesis fl. Different literacy approaches produce different

ecological environments (educational arrangements or forms) which

influence intended outcomes (literacy achievement) and unintended

outcomes (attitudes about literacy and self-perceptions es a reader

and writer) in different ways.

A basic premise of ecological psychology is that individuals

and environments are interdependent. Although what an individual

perceives in the physical and social environment may drive behavior,

the environment simultaneously "imposes" itself on the individual,

forming and shaping behaviors (Barker, 1978). Therefore, it is

possible that the ecology created by the traditional approach

influences acnievement, attitudes and self-perceptions in ways that
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differ f a whcle language approach. These differences may have

long-range consequences for adult literacy development. Several

questions follow. For example, how do participants in these different

approaches perform on measures of basic skills and on measures of

higher order reasoning with print? Do participants demonstrate

different attitudes in each setting? How do the participants in

each ecological environment perceive of themselves as readers and

writers? What ecological characteristics may contribute to or account

for any differences? The recent interest in "situated cognition"

(Brown, Collins & Daguid, 1989) and "distributed intelligence"

(Perkins, 1990) may provide fresh insights for investigations

involving ecological influences on student achievement and learning

along these lines.

Hypotheses 12. Different literacy approaches produce different

ecological environments which effect how their participants function

with written language.

As suggested in this ecological study, ways of functioning with

print may be more or less oriented to real life. For instance, in

the whole language classroom, students tended to pursue topics related

to their actual interests and needs, using print as one source of

information. In so doing, they "studied" for the GED. In contrast,

participants in the traditional approach "studied" for the GED, using

print resources geared to this broad need, per se, and not necessarily

their own specific needs and concerns.
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It is plausible that the participants' repertoires of literacy

functions within the whole language classroom actually broadened

as a result of their experiences which has implications for adult

literacy development and lifelong learning goals. Thus, an important

question is: Do the ecological environments created by different

instructional approaches influence individual's functioning with

print and in what ways? Investigations along these lines may reveal

insights about the functions of literacy across groups as well as

ways to expand literacy use among adults. The research of Heath

(1982), Teale (1986), and Taylor 81 Strickland (1988) may be helpful

in examining authentic literacy uses in work and home life.

Hypothesis #3. The ecological environments created by different

literacy approaches produce different conceptions of literacy.

The traditional and dhole language literacy instructional

approaches explored in this study reflect different perspectives

of literacy acquisition and development. In the former, literacy

tends to be perceived as a predetermined, discrete set of skills

which one can obtain and then universally apply to print settings.

In the latter, it tends to be viewed as one medium for thinking about

experiences, problems and ideas. How congruent these conceptions

of literacy are with the current and future realities of adult roles

and responsibilities as literate citizens is of great interest and

concern. Substantial descriptive research is needed to understand

how specific instructional approaches influence adult learners'

interpretations of the nature and functions of literacy. Furthermore,
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it is important 'co determine how these conceptions are translated

into daily life and shared with young children in these households.

At this point, such research tends to be cross-disciplinary and

exploratory in nature, e.g., intergenerational literacy.

Recommendations. The following recommendations are made based on

the findings and interpretations of the study as well as experiences

related to :he broader project.

#1. Skill + Will.

To improve literacy instruction ia ABE programs, long-term

sustained staff development programs, reflective of current thinking

about reading and writing processes are very much needed. In addition,

these programs must attempt to deliberately and concretely link theory

and practice.

To this- end, stronger collaborative ties between university

and Art: staff development project planning are highly encouraged.

It is not enough to meet with teachers and discuss what is known,

i.e., derived from practice. Substantial effort must be made to

connect research-based knowledge about literacy learning with practice

based insights. Furthermore, it is not enough to focus on "caring"

for adult learners; the desire to improve adult's literacy behaviors

must be undergirded by competence. Teachers need to "practice"

effective literacy instruction strategies; these opportunities should

be embedded in ongoing staff development programs. In short, the

overriding goal of staff development in literacy teaching should

be to foster the development of 'skill + will' within Adult teachers,

i.e., caring intertwined with expertise.
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#2. Time Frames.

Serious consideration needs to be given to three time-related

features of typical ABE programs which appear to mitigate against

the development of critical literacy behaviors.

One is the open enrollment policy. This 'drop-in' anytime form

of education seems to support an assembly-line approach to literacy

learning. Based on observations in this study, the assembly-line

approach tends to strip literacy experiences of meaning and relevance.

Consequently, although convenient, it does not appear to foster

literacy behaviors that endure nor that the learner needs to become

a thinker with print. From our point of view, this policy warrants

close scrutiny: 'dropping in' may be only facilitating 'dropping

out' again.

A second is the time devoted to small group instruction. Current

conceptions of reading and writing

importance of text-related instructional

here, indicate that such conversations

programs. To acknowledge the value of

literacy development, opportunities for

development highlight the

conversations. Observations,

are rare in traditional ABE

personal experience in adult

conversation within learning

experiences need to be substantially increased, even if the pre-

dominant instructional orientation is an individualized one.

A third has to do with revision

how time is spent. Individualized

use instructional time in two ways:

basis (typical in learning lab

of the instructional framework:

literacy instruction tends to

a) on an as-needed individual

settings) or b) in pre-set

instructional blocks on a specific content, e.g., math or English.
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In the 'as-needed' format, students spend much of their time

working alone and in a self-directed manner. Periodically, the

teacher "checks in" and may provide up to fifteen minutes of

individualized instruction. However, the bulk of instructional time

is in the learner's hands with some learners spending less than five

minutes with a teacher in any one session.

In the 'instructional block' format, teachers establish a cycle

of "work," usually on a hourly basis. For example, all students

will spend the first hour of the session working individually on

math, the second hour on English, and so an. Again, the teacher

rotates, providing individualized instruction on an as-needed basis,

but now c.he 'teaching' is more for.used and less random. Both tithe

frames tend to create a group of 'lonely learners' who spend most

of their learning time interacting with paper and not people.

In contrast, the whole language orientation uses instructional

time by cycling through a series of whole group, small group and

individual learning activities. For example, sessions begin with

whole group discussions as a lead-in to the forthcoming text

experiences followed by small group work or paired activities which

are text-based and end with more small group work or individual

projects. In the process students interact with different materials,

the teacher and each other, thus creating variety in the learning

experience. As a result, the use of time tends to be more fluid

and responsive to the actual needs and interests of the participants.

Furthermore, it allows the teacher to 'spread out' what may be termed
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the instructional net effect: the teacher assists learners who assist

each other.

The point to be made, here, is that instructional time which

focuses on activities that involve literacy processes and social

interaction seems to have allure and ultimately may be more effective

than that spent on "troubleshooting" momentary learning problems

of single individuals. In short, because of the way time is spent

in the whole language orientation, it may be a more compelling form

of learning with the potential of significantly impacting the

retention of participants.

in. Integration.

There is a definite need to integrate reading and writing in

ABE literacy instruction. However, our experience has been that

there is an even greater need to integrate these processes within

content area learning. Participants in these ABE programs seemed

hungry for connections between their learning experiences, their

life experiences, and their goals. From our perspective, the GED,

per se, did not produce sufficient conditions for the kind of

connectedness these people seemed to be so desperately seeking.

We found, for example, that within the whole language orientation,

theme or topic studies emerged and centered on the interests of the

participants, e.g., nutrition, pollution, vacations. These became

the real reasons for knowing about reading, writing, math, science

and social studies. In addition, these topics seemed to become much

more compelling motivators for the participants than the GED alone.

1') 4
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In fact, the GED became less and less of a focal point, while science,

in particular, became an area of keen interest. Consequently, this

form of integration appeared to make learning more personally

satisfying, possibly because it helped people to make better sense

of their lives. In the process they 'picked up stuff' they needed

to 'pass the GED.' In sum, the GED was put in a new place - a means

to an end (learning), rather than the learning end.

#4. Literate Environment.

We also suggest that greater attempts be made to make ABE

learning environments more literacy rich and multimodal. It was

very clear that participants in the whole language-oriented sites

relished variety in instructional presentation and responded

enthusiastically to multimedia tools.

Teachers need to be encouraged to include much more environmental

print (pamphlets, brochures, advertisements, coupons, magazines,

notices, newspapers) in their settings and urged to 'try' more multi-

modal instructional techniques. They can also be encouraged to invite

their students to contribute to these efforts, . Furthermore, displays

of student work and print should be much more prevalent in adult

learning environments. If we value literacy, we need to make that

much more apparent and visible, no matter what the instructional

orientation may be.

To close, we would like to express our thanks t, all who assisted

with this literacy project, especially the adult learners who so
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generously shared their time and their thoughts. Reflecting on some

of their voices which resonated so richly through their instructional

conversations and the pages of their journals, we are reminded of

Gee's (1989) definition of literacy as "the control of the secondary

uses of language."

For the most part, we give shape and meaning to our experiences

through our "primary discourse" which is predominantly oral in form

and is acquired within a "society of intimates." However, literacy

must necessarily develop in a "society of strangers" and is acquired

only through exposure to models in natural, meaningful, and functional

settings. Consequently, the "educational" activities designed for

the literacy development of adults must necessarily focus on

"acquisition" - the "taking on" of literacy behaviors in the company

of more literate others. Our work and conversations with adults

in this project have provided some insight into how such acquisition

may occur.

*A special thanks to Suzanne Bernardini, Judy Cadou, and Jim Connell

who gave so generously of their time to the development and

implementatioA of this literacy project and to Caroline Beverstock

and JoAnn Nurse who provided constructive comments about this paper.



Ecological Differences in Literacy Instruction 62

References

American Association for Adult & Continuing Education (AAACE, 1990).

Newsletter.

Anderson, C. (1982). The search for school climate: A review of

the research. Review of Educational Research, 52, 368-420.

Barker, R. G. (1968). Ecological psychology: Conceasar

for studying the environment of human behavior. Stanford, CA:

Stanford University Press.

Barker, R. G. & Associates. (1978). Habitats, environments, and

human behavior. San Francisco, CA: Jossey-Bass.

Bateson, G. (1979). Mind and nature: A necessary unity. London:

Wildwood House.

Boracks, N. (1988). Balancing adult literacy research and program

evaluation. Adult Literacy and Basic Education, 12, 2, 66-77.

Brookfield, S. (1986). Understanding_and facilitating adult learning.

San Francisco, CA: Jossey-Bass.

Brown, J. S., Collins, A. & Daguid, P. (1989). Situated cognition

and the culture of learning. Educational Researcher, 18, 32-42.

Cambourne, B. (1989). Language, literacy and learning. Crystal

Lake, IL: Rigby.

Chall, J., Heron, E. & Hilferty, A. (1987). Adult literacy: New

and enduring problems. Phi Delta Kappan, 39, 3, 190-196.

Chisman, F. (1989). Jump start: The federal role in adult 14eracy.

(Final report of the Project on Adult Literacy). Southport,

CN: The Southport Institute for Policy Analysis.



Ecological Differences in Literacy Instruction 63

Christie, J. & Noyce, R. (1989). Integrating readinj and writing

instruction. Boston, MA: Allyn & Bacon.

Cole, N. (1990). Conceptions of educational achievement. Educational

Researcher, 19, 3, 2-7.

Connell, J. & Roskos, K. (1990). A staff development guide for

developing teachers' understanding of whole language teaching

principles and practices. USDOE, Project Ø191A-80022

Connell, J., Roskos, K. & Cadou, J. (1990, December). An interim

research report of the influence of a staff development process

emphasizing whole language teaching principles on ABE teachers'

perceptions of literacy and their literacy teaching practices.

Paper presented at the annual National Reading Conference, Miami

Beach, Florida.

Czekzentmihalyi, M. (1990). Literacy and intrinsic motivation.

Daedelus, 119, 2, (spring), 115-140.

Darkenwald, G. & Gavin, W. (1987). Dropout as a function of

discrepancies between expectations and actual experiences of

the classroom social environment. Adult Education' Quarterky,

37, 3, 152-163.

DeYoung, A. (1977). Classroom climate and class success: A case

study at the university level. Journal of Educational Research,

70, 252-257.

Ennis, C., Mueller, L., Hettrick, D., Chepyator-Thompson, J.,

Zhang, X., Rudd, W., Zhu, W., Rhum, C. & Bebetsos, G. (1989).

Educational climate in elective adult education: Shared decision



Ecological Differences in Literacy Instruction 64

making and communication patterns. Adult Education Quarterly,

39, 2, 76-88.

Ferdman, B. (1990). Literacy and cultural identity. Harvard

Educational Review, 60, 2, 181-204.

Friere, P. (1970). The adult literacy process as cultural action

for freedom. Harvard Educational Review, 40, 205-225.

Friere, P. (1973). Education for critical consciousness. NY:

Seabury Press.

Gee, J. P. (1989). What is literacy? Journal of Education, 171,

1, 18-25.

Goetz, J. & LeCompte, M. (1984). Ethnoiraphy and qualitative design

in educational research. New York, NY: Academic Press.

Goodman, K. (1989). Whole-language research: Foundations and

development. Elementary School Journal, 90, L 207-222.

Goodman, K., Bridge L. & Goodman, Y. (1990). The whole language

catalog. Santa Rosa, CA: American Book Publishers.

Heath, S. (1982). What no bedtime story means: Narrative skills

at home and school. Language in Society, 11, 49-76.

Heatn, S. (1984). The achievement of preschool literacy for mother

and child. In H. Goelman, A. Oberg & F. Smith (Eds.), Awakening

to literacy. Exeter, NH: Heinemann Educational Books.

Jacob, E. (1987). Qualitative research traditions. Review of

Educational Research, 57, 1, 1-50.

Kazemek, F. (1988). Necessary changes: Professional involvement

in adult literacy programs. Harvard Educational Review, 58,

4, 464-487.



Ecological Differences in Literacy Instruction 65

Kazemek, F. (1990). Adult literacy education: Heading into the

1990s. Adult Education Qin,. _rly, 41, 1, 53-62.

rsch, I. S. & Jungeblut, A. (1986). Literacy: Profiles of America's

young adults. Princeton, NJ: National Assessment of Educational

Progress and Educational Testing Service.

Knowles, M. (1984). Andragogy in action. San Francisco, CA:

Jossey-Bass.

Kozol, J. (1985). Illiterate America. Garden City, NY: Anchor

Press/Doubleday.

Langer, J. (1988). The state of research on literacy. The

Educational Researcher, 17, 3, 42-46.

Lytle, S. (1988). From the inside out: Reinventing assessment.

Focus on Basics, 2, 1-4.

McGraw, H. (1988). BICEL Editorial. Business Council for Effective

Literacy Newsletter, 17, 1.

Marshall, C. & Rossman, G. (1989). Designing qualitative research.

Newbury Park, CA: Sage Publications.

May, F. (1990). Reading as communication: An interactive approach.

Columbus, OH: Merrill Publishing Co.

Moos, R. (1979). Evaluating educational environments. San Francisco,

CA: Joasey-Bass.

Resnick, L. (1989, December). Keynote Address. Annual meeting

of the National Reading Conference, Austin, TX.

Resnick, L. (1990). Literacy in school and out. Daedelus, 119,

2, (spring), 169-185.



Ecological Differences in Literacy Instruction 66

Rose, M. (1989). Lives on the boundary: The struggles and

achievements of America's underprepared. New York, NY:

McGraw-Hill.

Scholes, R. (1989). Protocols of reading. New Haven, CT: Yale

University Press.

Schon, D. (1987). Educating the reflective practitioner. San

Francisco, CA: Jossey-Bass Inc., Publishers,

Spradley, J. (1979). The ethnographic interview. NY: Holt,

Rinehart & Winston.

Spradley, J. (1980). Participant observation. NY: Holt, Rinehart &

Winston.

Sticht, T. (1988-1989). Adult literacy education. In E. Rothkopf

(Ed.), Review of Educational Research, AERJ.

Stodolsky, S. (1984). Frameworks for studying instructional

processes in peer work groups. In P. Peterson, L. Wilkinson,

and M. Halliman (Eds.), The social context of instruction.

Orlando, FL: Academic Press.

Tagiuri, R. (1986). The concept of organizational climate. In

R. Tagiuri & G. H. Litwin (Eds.), Organizational climate:

Exploration of a concept (11-31). Boston, MA: Harvard University

Press.

Taylor, D. & Strickland, D. (1988). Learning from families:

Implications for educators and policy makers. In J. Allen and

J. Mason (Eds.), Reducing the risks for joung learners.

Portsmouth, NH: HeinemAnn Educational Books.



Ecological Differences in Literacy Instruction 67

Teale, W. (1986). Home background and young children's literacy

development. In W. Teale & E. Sulzby (Eds.), Emergent literacy.

Norwood, NJ: Ablez.

Toffler, A. (1980). The third wave. NY: Bentam Books.

Tuman, M. (1987). A preface to literac/. Tuscaloosa, AL: University

of Alabama Press.

Venezky, R. L. (1990). Definitions of literacy. In R. L. Venezky,

D. A. Wagner & P. S. Ciliberti (Eds.), Toward defining literacy.

Newark, DE: International Reading Association.

Venezky, R. L., Kaestle, C. & Sum, A. (1987). The subtle danger:

Reflections on the literac abilities of America s oun adults.

Princeton, NJ: ETS.

Watson, D. (1989). Defining and describing whole language.

Elementary School Journal, 90, 2, 129-142.

Werner, 0. & Schoepfle, G. M. (1987). Systematic fieldwork (V2).

Newbury Park, CA: Sage Publications.

Working Group on Adult Literacy. (1988). National_ adult literia

policy: A proposal. St. Paul, MN: WGAL.

Wright, H. F. (1967). Recording and analyzing child behavior.

NY: Harper and Row.



Ecological Differences in Literacy Instruction 68

List of Tables

Table 1: Frequency of interactions by type in traditional

individualized instruction orientation.

Table 2: Frequency of iLtlaractions by type in whole language oriented

instruction.



70.
63.
56_
49.
42.

28.
21.
14.

0

Frequency of Interactions-Individualized

8

four-way three-way two-way one-way off-topic

Type of Interaction

Table 1. Frequency of interactions by type in traditional individualized
instruction orientation.



4e.
42.
36...

18

0

Frequency ot Interactions-Whole Language

....N. \
0

four-way threo-w.ly two-woy one-w:y off-topic

Type of Interaction
o 59

Table 2. Frequency of interactions by type in whole language oriented instruction.



Qualitative Differences Whole Language and Traditional ABE...

List of Figures

Figure 1: Taxonomy of the traditional individualized orientation

to the literacy instruction.

Figure 2: Taxonomy of the whole language orientation to literacy

instruction.

Figure 3: Typology of types of interactions observed during literacy

instruction.

Figure 4: Schematic of between-category patterns in individualized

orientation (traditional).

Figure 5: Category-to-taxonomy relationships in the individualized

orientation (traditional).

Figure 6: Sample lessoa plan used in whole language orientation.

Figure 7: Between-category relationships in the taxonomy of the

whole language orientation.

Figure 8: Category-to-taxonomy relationships in the whole language

orientation.

Figure 9a: Diagrams of whole language classrooms.

Figure 9b: Diagrams of individualized oriented classrooms (traditional).

Figure 10: A comparison of educational climate within each

instructional orientation.



Instructional

Context

locat ions

teacher only

at the desk

at the front of the class

at the student tableldesk

at the materials' cert/file

at the blackboard

at the table

teacher & learner in Øjstt pace or tutor axes

at the =muter

learner may

at the table

ProPs

teacher only

at the casp.ster

at the materials' =Wile

blackboard

some files

teacher& learner

weld:mks & keys

worksheets

assignment sheets

sign-in sheets

teats
individual work folder

eamer only

activities

teacher ally

wowing seeigneente
correcting aseisprente
providing direction

teacher & learner

explaining/olarifying_work

explaininiVolariking

assignments/problems

remanding to guestiona

learner only

working indsnndently

in workkooks/at comeuter

correcting work

Figure 1. Taxonomy of the traditionsl individualised orientation to the literacy instruction.



Instructicoal

Context

teacher way
at the blackboard

at the overhead

at the globe

lccations I teacher G learner

at the table

at the Wdsek

in the "tutor* roma

in the library (adiecient

learner only
at the computer

at the table
at the resource tabl

teacher way

lesson plan book

blackboard

overhead erojector

flip chart

Pictures

teacher G learner

arc& an board
reeding selections, e.g., newspeper, texts

wall sane
jokes
4x6 index cards

globs

graphs
living plants

tour Woks

brochures

Pmezhlets

question guides

learner lags

stud, quids*

timelines

graSts

folder toork

ward cards in envelacee

learner only

reueoria/edeertieements
osonifyintelass
large print selections
folder bit:Irk
CCOICIAtOr

activities

teacher only

facilitatint large group discussions

orienting new students to *Malik
providing 4aglialt directions

thinking aloud about a strategy

demanstrating instructional planning

teacher G learner

praising the learn. -
=formal%
act/wax listening in discuss

queetioning Oast text

guseticoing the text

reeding orally

reading silently

writint responses

semantic ampping

leerner only

working in pairs

index:ender& itorking

do ter work

writing in learning logs

writing drafts

writing finished mark

Figure 2. Taxonomy of the whole Language orientation to literacy instruction.

,



Type Description Example

A
four-way interactions

Ss

411!!!!-, Tixt

Instructional exchanges
involving the T, the
students, and the text
where T and Ss are active
facilitators & participants

brainstorming
doing a DR-TA
semantic mapping

three-way interactions
Text

1/1
S 4r-10 S

Instructional exchanges
involving students and
the text where Ss are
active facilitators
and participants

peer conferencing
doing reading guides
in pairs and criads
DR-TA in pairs

two-way interactions
Tip====ISs

Instructional exchanges
initiated and controlled
by the T; typical Q/A
format

giving directions
answering a question
explaining a point

one-way interactions
Ss it Text

Instructional exchanges
where the $ interacts
alone with text

doing folder work
computer work
writing in logs

Exchanges unrelated to
off-task interactions instructional intent

making social
engagements

Figure 3. Typology of types of interactions observed during literacy instruction.



PROPS

1
ACTIVITIES

TEACHER
directs
monitors
provides

LEARNER
receives
works

LOCATIONS

blackboard overhead file materials

Figure 4. Schematic of between-category patterns in the

individualized orientation (traditional).

cart tables computer



1

TEXT

TEACHER LEARNING PROPS

LEARNING ACTIVITIES AND LOCATIONS

LEARNERS

Figure 5. Category-to-taxonomy relationships in the
individualized orientation (traditional).



1

. /919

__Joustert% elagA

01

0.0.4 431,11- 4444- _
! A 44414 4n.titarep.

I Amy .

I -
tutiodd 00.64.1a.

.M.

LL1 .mip .

/am ,.N . or.

heOLAN elk ell 1 AU intesALlsielt; -
#444.04.40. 47

Ad fairttat.1-..."VR.TA.

gliA,a4id 45

11

iisoretiam#J.

No s!l 1

womb 6,1=.

__14.4044n4aMtu LOIL,A. Alsit400 40P01041041 16sL-
ctidigriadiay, Naysx,a4,_ eAthill,LAA

4IVIM I/1 ..40141triLiti ... Aso
rdN. ram ammo .1=1=

MEMO

idykahu-ko-t- L4J-4.64LALA4,1

.inm. 11...

___ApketidtrAzte.413144 444,444ii.der,4411/44,1A

Figure 62 Sample lesson plan usd in whole language orientation.

E3 BEST COPY MAILABLE



TEACHER LEARNERS

LEARNING ACTIVITIES

LEARNING LOCATIONS -==igia-1--) LEARNING PROPS

Figure 7. Between-category relationships in the taxonomy

of the whole language orientation.



1

Figure 8.

LEARNING ACTIVITIES

LEARNING LOCATIONS magoomin, LEARNING PROPS

Category-to-taxonomy relationships
in the whole language orientation.



OM 711 IMP WIN Ali III

Ashtabula hal Caster

Imp gis mg No INN Mil OM 1111 MN

Stretsbero ASS center

IS= UR=

Cosputersccocc
Door XXXXX

4.1=

Tacher
Desk

Hatorial
Table

X

Round
Table

X

X X

X X

Chalk Board
1

X

Look
Casa

Figure 9as Diagrams of whole language classrooms.
(X m Chair)

MI

ABE
File

Display Board

Artifact
Display
Ca7P

Native American Picture Display

Door

Flipchart/
Overhead
Tibia



Cart I

.

OM 11111 MI MI UM Ill. MO IIIIII MINI MI MI MI

Cesseaut ASZ Center

MUM

Table Door7
_J

Widower ASt Cosner

Mali

Computer
COUNTEA SPACt

Door

../M

ASE Materlal

Figure 9b: Dtagrams of individualized orierted classrooms (traditional).
(X = Chair)

COUUTER SPACE



III EN INI1 MI 111111 In In .111 Ell 111111 1111 11111 111111 1111

Garrettsville 2122 Center

X X X X X X X X X X X X X

X X Chair

x

r- x

Door

X

X
(Teacher)

.1.
Storaga
Area
Door

Ravenna Pat Center

Computers

Table

Wall

I.

a

Display board
y. X

X Chair

I Door I

X X

X X

Files

):

):

IN

Door

?able

Desk

Figure 9b: Diagrims of individualized oriented classrooms (traditional).

(X Chair)



Traditional/Individualized Whole Language

Ecology

text dominant
workbook-based
routine
limited access

multimodal
diverse print sources
accessible

Milieu

authoritarian
directive
extrinsic
conversational exchanges
external to learning
matters

democratic
interactive
intr'sisic
conversational exchanges
embedded in learning events

Social System

hierarchical
restrictive
closed

Culture technical-rational

collaborative
supportive
open

pragmatic-reflective

Figure 10. A comparison of educational climate within each instructional orientation.


